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The problem o-f this study was to determine it participation in a School
Improvement Project contributed to student achievement. The Systematic
Instructional Supervision Survey was administered to two schools in the
Atlanta Public School System. The instrument solicited classroom
teachers" perceptions ot the supervision process. Emphasis was placed on
leadership style, organizational structure and the supervisor‘'s attitude
toward teacher/student interaction and -family in-fluence as factors in
student achievement. An experimental design was used for this study and
a comparison was made using the T-test and the reading and math scores
from the 1984 and 1987 Iowa Test of Basic Skills standardized tests. The
level of significance was set at .05. Treatment in the experimental
school required that the supervisor attend regularly scheduled group
meetings with other supervisors in the project. The purpose of these
meetings was to share strategies relevant to student achievement.
Teachers in the experimental school designed a student profile sheet that
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was used to record background information and compare students''
mid-semester and semester grades. Modifications were made in the school
program. These modifications included cross-grade grouping,
instructional level PTA meetings, grade level planning and weekly faculty
meetings. The findings indicated that there was a difference in the
leadership style and organizational structure of the two schools.
According to the findings, the supervisor in the experimental school
provided workable strategies and opportunities for teachers to improve
the conduct of low-achieving students more often than did the supervisor
in the control school. Teachers in the experimental school were
encouraged to evaluate student interest and use conferences as methods
for checking achievement more often than did the control school.
Teachers from both schools felt that the supervisor recognized family
influence and teacher/student interaction as factors affecting
achievement. Reading scores from the two schools improved slightly from
1986 to 1987. There was a significant difference in the math scores for
the experimental school from 1986 to 1987. Based on the findings, it was
recommended that the project be extended for at least three testing
period and that it be expanded to include middle schools and high schools





As concern about the state o-f public education has grown, Americans
have increasingly come to Judge the quality O'f their schools by the
results of achievement tests. In many localities, newspapers publish
test scores. This practice often leads to the comparison of the
effectiveness or ineffectiveness of certain school programs, based solely
on test scores. In the estimation of some, test scores have come to be
used as a national report on the school.
Traditionally, the responsibility for educating children was totally
at the discretion of educators. However, with an increase in technology
and an apparent decrease in students^ academic performance in public
schools, governors, corporate executives and ordinary citizens are
demanding accountability at the local and state levels.
State mandated programs, such as the Quality Basic Education Act
which is in effect in Georgia, have forced members of the public and
policymakers to carefully scrutinize the educational process. As a result
of this inspection, it has been discovered that many systems are
deficient in providing a quality education for all children.
This revelation has caused local school officials to enforce new
policies and amend old ones in an effort to design strategies that will
result in improved student achievement. In addition, principals and
classroom teachers must provide an organized environment that is




State mandated programs have not come without complaints. 0-ften
the -feeling is that improvement at the local school level is hampered
by unrealistic expectations passed down by local and state board
policymakers.
Regardless o-f one^s -feelings, it is mandatory that academic
improvement be achieved. It was because o-f this realization that this
writer became interested in the School Improvement Project.
In the -fall of 198d, as an outgrowth of a class project in the EDA
750 Systematic School Evaluation class at Atlanta University, the
decision to include the experimental school in the School Improvement
Project was seriously considered. This project was spearheaded by two
capable professors. Under their leadership, regular meetings were held
for the purpose of identifying, analyzing, developing and sharing
strategies that would aid in increasing student achievement.
Participants in the project included 6 principals from the Atlanta Public
School System and one principal from the OeKalb County School System.
As the instructional leader in a school, and one who welcomed
innovations, the writer was challenged with the responsibility of
convincing the teachers that there was a need to participate in the
project. During a regular meeting, a mini version of the Quality Circle
concept was used to solicit teacher imput. The Quality Circle Concept
was used because, according to Aeider and Sivez (1985), utilization of
this concept can lead to increased Job satisfaction and professional
growth opportunities for employees. Teachers were encouraged to verbally
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express their opinions about the e-ffectiveness and/or inef-fectiveness o-f
the existing school program.
Brainstorming sessions were held. From these sessions, teachers
listed -factors they -felt played a major role in student achievement. As
a -foHow-up to this exercise, teachers were required to engage in a
process o-f elimination, in an e-f-fort to discard -factors they considered
insigni-ficant. At the completion o-f this phase of the process, the
following factors remained; age, sex, family size, attendance, conduct,
retainee status, aspirations, and expectations. These factors were used
to construct a student profile sheet. This profile sheet was used to
give teachers rapid access to student information using only one
document.
The next phase of the process was to examine previous test scores.
The consensus was that the greatest deficits occurred in grades 3, 4, and
5. It was on this basis that these grade levels were chosen to pilot the
School Improvement Project at the experimental school. However, after
several meetings with third, fourth and fifth grade teachers, the group
was of the opinion that all grades should be included because student
improvement was desireable school-wide.
As the project unfolded, teachers realized that improving student
achievement is a difficult task, but not an impossible one as long as all
parties involved are totally committed.
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Sensing the uneasiness o-f some teachers, comfort was shared in the
words of Theodore Sizer (1985> which states: ‘School improvement cannot
come about quickly nor can it be hurried by a rush of mandates. It
requires a slow and determined effort, reflected in sound policies and
patience.*
At the end of the diagnostic stage, it was discovered that target
areas for concentration in improving achievement included a change in
structure, which involved cross-grade grouping, assessing the leadership
style of the leader, analyzing the effectiveness of present classroom
procedures and investigating family factors which might influence student
achievement.
The discovery of a downward movement in student achievement in
public schools has been a rude awakening. If we are to continue to
produce students with the ability to successfully compete in a
progressive world, schools in America must accept the challenge of
unveiling new ways to diagnose and expand educational opportunities.
This study proposes to investigate the effects of organizational
structure, family influence, teacher/student interaction and how they





Students in the Atlanta Public Schools are expected to per-form at
the SOth percentile or above on standardized tests. The system is
currently using the Iowa Test of Basic Skills (ITBS> in grades 1-7 and
the Cal ifornia Achievement Test (CAT) in kindergarten.
In 1980, a mandate from the superintendent stated that all schools
in the Atlanta Public Schools would be performing at or above the
national norm in five years. At the time this mandate was issued, only
the California Achievement Test was utilized. In addition, schools had
the option to test students on individual performance levels as opposed
to grade levels. During the 1985-86 school year, the CAT was replaced by
the Iowa Tests of Basic Skills (ITBS) in grades 1-7. The introduction of
this test resulted in a drastic change in test results as revealed in a
study of test data over a period of time.
A study of statistical test data covering a span of seven years
beginning in 1980, indicated that students from the experimental school
improved in reading for the first four years. They decreased by one
point in 1985. The math progress increased over a period of four years.
The fifth year results remained the same as the previous year. Although
no gain was made, 6(1/. of the students were performing at or above the
national norm in math. In the control school, reading and math scores
fluctuated for the first four years. These analyses are based on results
from the California Achievement Test. From information gathered, the
conclusion was that the problem confronting many schools in the Atlanta
Public Schools was student achievement.
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PURPOSE OF THE STUDY
The purpose o-f this study was to determine whether there was a
di-f-ference in teachers^ perception o-f the supervisor's behavior in a
school that participated in the School Improvement Project from those who
did not participate in the project. Specifically it sought to determine
the impact the project had on student achievement.
LIMITATION OF THE STUDY
Sampling for this study involved two schools in the Atlanta Public
School System. Both schools were similar in organizational structure and
student population.
Responses were solicited from classroom teachers only. Fifteen were
randomly selectd from each school.
SIGNIFICANCE OF THE STUDY
The degree to which students achieve in school depends upon the
effectiveness of the instructional program. The program should be
designed in such a manner that it provides a curriculum suitable for all
concerned.
In order for the curriculum to meet this basic requirement, it must
be developed in accordance with realistic needs, that is, needs that have
been identified by an indepth study of the student population. One must
remember that students come to school from different backgrounds,
bringing with them unique experiences that play a major role in their
lives. Such factors should be considered when plans are being developed
to implement a successful instructional program. If the program is




The signi-ficance of this study was to determine if the School
Improvement Project should be used in other schools to improve student
achievement, based on teachers" perceptions of the behavior of the
supervisor.
RESEARCH QUESTIONS
1. Does the leadership style of the supervisor make a difference in
student achievement?
2. Does the organizational structure provided by the supervisor make a
difference in student achievement?
3. Does the supervisor"s recognition of family influences make a
difference in student achievement?
4. Does the supervisor"s acceptance of teacher/student interaction make
a difference in student achievement?
5. Uill participation in the School Improvement Project result in
improved student achievement?
surt^RY
Chapter I gives an overview of the inception of the problem and its
impact on society. Presented also is the purpose, limitation and
significance of the study. Five research questions upon which the






In a search -for in-formation concerning school improvement, the
writer examined the literature covering organizational structure,
curriculum development, attitudes toward change, teacher/student
interaction, leadership styles, -family in-fluences and student
achievement. From this selection, the writer concentrated on
organizational structure, attitudes toward change, teacher/student
interaction, leadership styles, -family in-fluence and student achievement.
Since the literature is quite extensive in the areas selected -for
concentration, those pertinent to this study are inclusive o-f
historically related material by such notables as Frederick Taylor, Max
Ueber, Henri Fayol and current publications.
In order to successfully initiate change that will in-fluence school
improvement, persons responsible -for executing change must approach the
challenge with a positive attitude.
"Attitudes," as de-fined by Gordon AH port (1967), is a mental state
o-f readiness, organized through experiences, exerting a directive or
dynamic in-fluence upon the individual's response to all objects and
situations which it is related. In other words, an attitude is a state
o-f readiness leading individuals to perceive things and people around
them in certain ways. Attitudes are not innate, they are learned and
developed experiences. Daniel Katz (1965) de-fined an attitude as the




School improvement weighs heavily on attitudes toward institutional
change and an individuates willingness to change. In discussing the
theory o-f institutional change, Alan Co-f-fey <1975) took the position
that:
The general problem of institutional change is the
development of those conditions in which institutional
goals and means can be reassessed for the purpose not
only of adapting to change going on within the social
system but also of assuming responsibility for exerting
influence on the various alternatives of change which
may be opened to the society Coffey <1975).
A project by Sorenson and Dimock (1955) on institutional change
emphasized the importance of a change in values as basic concern in the
functioning of an organization. Such a change in values must be followed
by a major program of staff training in the means of actualizing the new
value.
People do not exist in isolation and their thoughts, attitudes and
actions are interwoven with those of the people around them. They are
all members of one group or many, no matter how informal or how stable
and organized these groups may be. In daily activities one takes a
position, arrives at decisions, and carries out actions against a
backdrop of other people with whom one is involved in a network of
responsibilities and mutual regard Cohen (1964).
Studies by Kurt Lewin (1943) indicated that the greater
effectiveness of group decision in changing attitudes and behavior is
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related to the -fact that the individual acts as a group member rather
than in terms oi his personal pre-ference.
Lewin discussed three states o-f change during his studies on group
interaction. The three stages o-f change introduced to groups during an
attempt to alter behavior were labeled un-freezing, changing and
refreezing.
According to Lewin, the unfreezing stage is the stage where people
are threatened b/ new ideas or confronted with different wa/s of looking
at what the/ do. This is a period of great discomfort where much support
is necessary to help people receive new ideas. The second stage,
changing, is characterized by participating in new ways of doing things.
The third stage attempts to lock the ideas into one-'s repertoire.
The three stages are not discrete, that is, it is often difficult to
see where one stage ends and another begins. They are useful, however,
in alerting us to ways of thinking and understanding how people grow and
change.
Important to change also was the Scanlon Plan developed by Joseph
Scanlon (1948). This plan represented an attempt to create a more
productive energy-releasing relationship between interdependent working
groups. The plan included continuing production committees which
received suggestions for ways of improving efficiency from line and staff
employees at all levels. The effort of this plan was to increase the
whole system^s productivity by creating a direct relationship between the
individual and the total organization Scanlon (1948).
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The Scanlon Plan agrees substantially with change model presented by
McGregor, which suggests that frustration, aggressiveness, and low
achievement occur when authority is exercised in such a way as to hamper
satisfaction of the individual worker''s needs, whereas increased
productivity may be achieved by using authority to facilitate the
satisfaction of the individual worker's needs.
Scanlon attributed the success of his plan to the fact that workers
derive satisfaction from participating in as much as possible of the
meaningful activity connected with their Job, especially in the decisions
which have to do with the productivity of the group.
Change forces and resistance forces operate in almost every
situation. Some people welcome change, others will want to maintain the
status quo. Many people will have conflicting desires. These people
would like to see the benefits change might bring, but they are afraid to
relinquish the security and satisfaction which they currently enjoy
Lippitt <1958).
One form of resistance which is most likely to occur at the
beginning of the change process is a general opposition to any kind of
change. This may be the results of a combination of fear and ignorance.
The client system may fear that it will be unable to change successfully
or that, once accomplished, the change will require things of people
which they are unable to deliver. Only the status quo seems safe;
anything else seems to carry a threat of failure Lippitt (1958).
Teachers are usually the best agents of change in as much as they
usually live with and implement school change. Yet the literature
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suggests that administrators and supervisors are the change agents and
teachers are clients o-f change. This orientation o-ften encourages
teachers to -feel that they are helpless and powerless, manipulated or
treated as pawns Sergiovanni <1975).
The client system may grow discouraged to learn that accustomed and
gratifying patterns of behavior or procedures must be given up if the
change is to be successfully accomplished.
Resistance may also develop from the client system^s fear that he
actually does not possess the strength or skill which is required for the
contemplated change.
Douglas McGregor^s Theory X is an excellent illustration of why
people may resist change. The assumption here is:
1. The average human being has a natural dislike for work and will
avoid it if he can.
2. Because of this inherent dislike for work, most people must be
persuaded, rewarded, punished, controlled, coerced, and directed
in order to get them to put forth satisfactory effort toward
achieving work goals.
3. The average person prefers to be directed, lacks ambition,
wishes to avoid responsibility, and wants security above all.
4. It seems, the average person is inherently self-centered,
indifferent to organizational needs and resistant to change by
nature McGregor <19d0).
Uhen resistance is prevalent in the elementary school, it is
important to have some understanding of just what is being resisted.
School Improvement Project
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Most teachers do not resist changes in teaching methods, school
organization, education, technology, curriculum development and
implementation as such. Ulhat they do resist are changes in the human
relationship which usually accompany these technical changes Sergiovanni
<1975).
In bringing about technical changes, Lionberger <1960) suggested
developing:
1. Awareness of a new idea, product, or practice.
2. Interest by actively seeking extensive information about the
idea to determine its usefulness and applicability.
3. Evaluation by weighing and sifting information and evidence in
light of existing conditions characteristic of the school.
4. Trial whereby ideas are tentatively tried out and evaluated.
5. Adoption of full implementation of the practice into the ongoing
operation of the school.
Everyone will not resist change; circumstances probably have much
to do with the extent by resistance. Emil Haller <1961), in the book.
Strategies for Chanoe. stated that sixty percent of his sample of
Canadian elementary school teachers favored more new practices and five
percent wanted fewer new practices Haller <1961). Kennan <1956),
reported that seventy-eight percent and twelve percent of his sampling of
Chicago teachers were similarly inclined.
Societal conditions and pressures from all directions make status
quo operations of organizations impossible. Change is inevitable.
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According to Bacharach (1986), ef-fective schools utilize ten
characteristics o-f e-f-fective organizations. They are:
1. A consensus on goals is established with the main goal being
that o-f educating children.
2. Coherent managerial policies are evident by the fact that
managers specify the operational means by which goals can be
accomplished and established logical links between new
management decisions and decisions already made or anticipated.
3. Open communication is encouraged. In effective schools there
is a free exchange of ideas and information among employees
and management.
4. Effective organizations are structured in a manner that
encourages participation. Managers allow employees to have
a say in strategic organizational decisions as well as
decisions that directly affect their work.
5. Managers must use positive supervisory behaviors. These
behaviors include showing appreciation of teachers'
activities as well as providing and soliciting feedback.
6. Ulork activities must be designed effectively. These
activities are characterized by clear expectations that
are not in conflict with one another. Uorkers also know
what is expected of them.
7. A systematic method of evaluating personnel is imperative.
This method should reflect the actual activities of the
employee rather than the individual.
School Inprovfment Project
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8. A career development program should be implemented. In
education, a career development program for teachers should
focus on the expansion of teaching skills.
9. Teachers are respected in effective schools. Since
self-esteem is recognized as an important predictor of ones
performance, teachers should be treated as professionals.10.Effective schools have a culture of cooperation.
Terry Astuto and David Clark <1984) in their review of research on
effective schools stated the point this way: "Effective organization
make power more widely accessible to organizational participants by
establishing conditions that allow the rapid circulation of these power
tools.”
Reutter (1979), Edmonds (1978), Austin <1979), Squires <1980),
Brookover and Lezotte <1979) defined effective schools using the
following characteristics: <1) there is a sense of order in the school
<2) there is a high staff expectation for student achievement <3) strong
leadership from the principal or other staff members is evident <4)
there is school-wide control of instructional and training decisions, and
<5) clear goals are collectively agreed upon.
These characteristics are important as descriptors of what effective
schools look like, but not as recipes for effectiveness. They overlook
and underplay the significance of individual variables among schools and
often hide the difficulty of achieving these purposes. The hard work is
still to be done in finding strategies that make school work.
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Ronald Edmonds <1982) in his -firsthand observation o-f improvement
programs in several eastern states, concluded that, "the e-ffective school
need not bring all students to identical levels of mastery but it must
bring an equal percentage o-f its highest and lowest class to minimum
mastery."
One o-f the strongest findings of research is that the most effective
schools - those whose students learn the most and the fastest - tend to
be schools with a clear sense of purpose and institution ethos, team
spirit and a measure of autonomy. Yet, the current reform movement is
tending to remove from the schools, many of the judgement and power that
comprise this autonomy. It is doing this in order to upgrade the
performance of unsatisfactory schools. But in the process it may be
endangering the capacity of all schools to create those internal working
arrangements that foster educational excellence Bennett and Finn <1985).
OroanizationaT Structure
In the early 1900''s, different organizational structures and
leadership styles emerged in an effort to discover the most productive
system. The bureaucratic concept emerged under the scrutiny of such
notables as Frederick Taylor, Max Ueber and Henri Fayol <1970).
The bureaucratic model perceives the organization as a formal
structure which recognizes a hierachy of authority, specialization of
talent and follows a system of rules and regulations. This structure
emphasizes efficiency and is a closed system.
Taylor <1970), the father of the scientific management movement,
sought ways to use people effectively in an industrial organization. He
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proposed that managers use scienti-fic research methods to discover the
most e'fficient way O'f getting the Job done. Taylor stressed the
V
selection and training o-f workers and the development of aptitude tests
so that workers could be assigned to their area of expertise.
Under the scientific management theory, supervision and planning
became very detailed. Taylor concluded that each worker should receive
his instruction from eight different superordinates, each of whom would
limit his orders to his own particular function.
Henri Fayol (1970), like Taylor took a scientific approach to
organizing. According to Fayol, organizational behavior consisted of
five functions, namely, the function of planning, organizing, commanding,
coordinating, and controlling. One must be capable of studying the
future and arranging a plan of operation. Important also is the ability
to accumulate materials and organize humans in the operation. Fayol
stressed the importance of being able to make the staff do their work,
having the ability to correlate all activities and to see that everything
is done in accordance with the governing rules and the instructions which
have been given.
Max Ueber (1970) recognized three types of authority in the
bureaucratic structure: traditional, charismatic and rational. The
traditional authority was based on the belief that the present social
order is sacred and should not be changed. Persons exercising authority
do so under rules that have always existed.
In Ueber's words, the traditional authoritative leaders were thought
to have been ordained by supernatural powers to command others. The
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charismatic authority depends on the personal devotion of the followers
to the personality of the leaders. The followers view the charismatic
authoritative figure as one who has almost superhuman powers and who is
incapable of error. In summation, charismatic authority rest on devotion
to an extraordinary individual who is a leader by virture of personal
trust on exemplary qualities. Charismatic authority tends to be
nonrational, affective, or emotional and rests heavily on the leaders
personal qualities and characteristics.
The third type of authority, rational, which is often referred to as
legal, is based on enacted laws that can be changed by formally corrected
procedures. This authority is legitimized by a belief in the supremacy
of law and the belief that obedience is owed to the legally established,
im- personal order. Rational authority leaders exercise authority only
by virture of the formal legality of their commands and only within the
scope of authority of their office.
Taylor, Uleber and Fayol <1970) were considered to be insensitive to
human needs and informal organizational patterns. Ueber's formal
organization was designed to facilitate rational decision making and was
less concerned with human relationships. Taylor stressed mechanical
procedures without considering the impact of human factors on
productivity. Henri Fayol also paid little attention to the human or
psychological elements within the productive enterprises.
Educationally speaking, the bureaucratic input variables for student
achievement include adequate funds, adequate facilities and adequately
prepared staff. The output variable consist of improved test scores and
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high student achievement. The conclusion here is that tormal
organizations as outlined above are e-f-fective.
The Human Relations approach to organizational structure began as
the results o-f the Hawthorne studies. This approach stressed the need
■for positive human interactions and an organization that is formal in
nature.
The Hawthorne studies concentrated on experiments conducted by
Western Electric in Chicago from 1927 to 1932. The original purpose was
to measure the effect of improved lighting on workers' output. The
prediction was that better illumination would result in increased
production. In the beginning the theory seemed to hold true, but as the
lighting was decreased production continued to increase. Unable to
explain this phenomenon, company officials called on the expertise of
Elton Mayo and Fritz Roethlisberger, two members of the Harvard Graduate
School of Business Administration. Mayo and Roethlisberger designed
additional experiments dealing with the relation between input and
changes in physical working conditions. Various lengths of rest periods
were introduced and taken way; the work day was lengthened and shortened;
lunch periods of varying lengths were instituted. Production continued
to increase in spite of these changes. It became evident that production
was affected by the social environment rather than by physical working
conditions.
Three main findings and conclusions of the Western Electric
experiment that could be said to have an impact on school improvement
are: (1) leadership does not reside solely in the supervisor or formal
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leader; it may come -from an in-formal leader who emerges -from the group;
<2> Communication between the ranks is important; <3) subordinate
participation in the decision-making process.
The Human Relations input variables related to school achievement
include positive principal/parent/teacher support, adequate -funds,
adequate -facilities and high expectations. The output variables include
sel-f-con-fidence, creativity, success, motivation and improved test
scores. Fronr the literature one could conclude that the Human Relations
approach was effective, as was the bureaucratic approach, when measuring
student achievement.
The Human Resources Approach focused on all members of the
organization. Members' physical skills and creative ability are used
during the decision making process. Jacob U. Getzel and Egon 6. Guba
<1968) recognized the importance of team work. They formulated a social
system which was made of a bounded set of elements or subsystems.
According to Getzel and Guba's model, social behavior was a function of
the interaction of role and personality. The basic elements of the
social system are: (1) the institution, which is defined in terms of
certain roles and expectations and organized in a manner to fulfill the
goals of the system; and (2) the individual, defined in terms of the
personalities and needs of the system's participants, who provide the
energy to achieve the goals.
According to Getzel <1968), the principal must define his role in
relation to that of the teacher because each derives its meaning from
other related roles in the institution. Both the principal and the
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teacher perceive the relationship in his/her own terms. Uhere the needs
are the same, a team et-fort will result.
The Human Resources input variables related to student achievement
includes seH-direction, seH-control, adequate guidance, adequate tunds,
adequate facilities as well as adult support. The output variable is low
achievement because of the principalis willingness to compromise. This
approach however, provides an opportunity to successfully apply the
motivation theories outlined by Maslow (1954) and Herzberg (1959). Both
theorists stressed the importance of worker satisfaction in terms of the
need to belong, to be secure, to actively participate and the opportunity
to advance. Once personal needs are satisfied and are congruent with
personal needs of the organization, efficiency wi11 increase.
Leadership Style
As previously stated, leadership styles are important when
attempting to initiate school improvement. Principals must become
skillful in employing a range of differing leadership styles and applying
the appropriate style to the demands of the particular situation. In the
literature this would be referred to as 'situational leadership* Hersey
and Blanchard <1982).
Hersey and Blanchard argued that a leader is capable of
consideration and task orientation and will be effective if the followers
are mature. The feeling is if the followers are mature, the leader
should grant autonomy and cease from being directive to encouraging
participation by the subordinate.
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By de-finition, leadership entaiIs moving an individual or a group in
a particular direction. Those doing the leading usually have no doubt
that the direction taken will get all concerned into a better place or
situation.
In the 1940s, researchers at Ohio State University developed a
two-dimensional model o-f leadership. In their work they categorized
literally thousands oi leader behaviors. They discoverd that almost all
of them could be placed in one or two categories - the task oriented
category which they labeled ‘initiation of structure” and the concern for
people category they labeled 'consideration.* These two categories were
seen as a two-dimension approach to leadership Stodgill and Uiner (1957),
Halpin (1959).
As a result of work done by researchers at the University of
Michigan, Blake and Mouton (1964) constructed the Managerial Grid. The
managerial grid looks for 'production* along one dimension and 'concern
for people” along the other. Tests were developed that measured where a
particular individual fits in this grid. People are characterized as
having one of five styles: impovished, task, middle-of-the-road, team or
country club. The team style is most desirable however, most leaders
fall in the category of a middle-of-the-road leaders. The 'team* leader
allows input from subordinates and encourages two-way communications. The
middle-of-the-road leader is one who does not rock the boat. He exhibits




Style theorists such as Blake and Mouton, ignored situational
-factors such as the nature o-f the task, the power o-f the leader and the
maturity o-f the -followers.
Fred Fiedler (19^7), a situational ists, argued that no single
leadership style can be e-f-fective in all situations. Instead, a leader
will be e-f-fective to the extent that the leadership style matches the
situation. Fiedler's contingency model postulates the -following:
<1> leadership style is determined by the motivation o-f the leader (2)
group e-f-fectiveness is a Joint -function of the leader's style and the
favorableness of the situation, meaning the group performance is
contingent upon the leader's motivations and upon the leader's control of
and influence in the situation. This model implies that the leader seeks
to satisfy personal needs and accomplish organizational goals.
It is important to note here that the effective schools research
supports Fiedler's theory because both recognize that the style of the
principal and the favorableness of the situation are important components
when striving toward effectiveness.
Hersey and Blanchard's (1982) theory however, can not be equated
with the effectiveness schools research because it does not consider
resources and disregards Maslow's hierarchy of needs that are so
important to the leader and the followers.
The leadership model most in use today is one-dimensional. On one
end of the continuum is a mode of behavior that could be described as
'democratic." The democratic leader is one who cares about people and is
sensitive to the pulls and pushes that are inevitable among groups of
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people working together. The source o-f authority -for subordinates o-f
such a leader comes -from previously de-fined limits within which each
individual is -free to act. At the other end of this one-dimensional
continuum is behavior that would be described as authoritarian.
Subordinates of an authoritarian leader get their source of authority
from the leader. The leader announces his decisions and subordinates are
expected to comply without question Tannenbaum and Schmidt (1973).
Sergiovanni (1984> described five leadership forces where action
makes a difference in building good schools. Effective leaders have
skills with which to apply each force. The five leadership forces are
identified as: technical, human, educational, symbolic and cultural
technical skills. Technical skills according to Sergiovanni <1984),
refer to the principals ability to schedule and delegate; human skills
include listening, group dynamics and conflict resolution. Educational
skills include knowledge about teaching and learning; symbolic skills
include knowledge of and commitment to core institutional values and ways
of articulating and representing them. Cultural technical skills involve
building norms identified as variables that affect school improvement.
Leaders exhibit these skills through activities that are called
forth rather than direct activities such as conducting conferences after
classroom observations. Jon Saphier and Matthew King (1982) were of the
opinion that leaders show their symbolic and culture-building skills
through those same activities.
Leadership styles vary from institution to institution. Notable
styles include the bureaucratic style, autocratic style and the
School Improvement Project
28
laissez-faire style. However, Bacharach <1981) -focused on two models o-f
leadership he called the bureaucratic model and the pro-fessional model.
The bureaucratic model assumed clear lines o-f authority, delegation o-f
responsibilities, rules -formulated by superiors to govern subordinates
and centralized evaluation, planning and decision making.
The pro-fessiona) model, by contrast emphasized the autonomy o-f
teachers in identifying student needs and developing appropriate
responses to those needs. Uhile the professional model addresses a
teacher‘'s need for discretion in planning, organizing and conducting
their work, the bureaucratic model addresses the school system'^s need to
coordinate the activities of teachers and other school professionals.
Bacharach <1981) stated that both needs are critical, yet each model
addresses one need at the expense of the other. The bureaucratic model
limits and controls the amount of discretion that individual teachers
exercise. Professional autonomy by contrast, means freedom from such
controls. School reform researchers have focused attention on finding a
balance between coordination and discretion. Thus, administrators and
teachers are led to perceive each other as natural adversaries.
Duke <1984) conducted a study in five high schools in Marion County,
Indiana to depict variations in leadership styles in public high schools
and to relate them to teachers" perceptions of administrative
effectiveness. Fied1er"s Least Preferred Co-Uorker <LPC) scale was used
to measure administrative leadership style. Gross and Herriott"s
Executive Professional Leadership <EPL) instrument was utilized to obtain
teachers" perceptions of administrative effectiveness.
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It was concluded that assistant principals who exhibited the
greatest degree of task orientation on the LPC scale were perceived to be
the most effective. On the other hand, there were no significant
relationships between the leadership styles of principals and how
teachers perceived the effectiveness of principals. The findings also
indicated that the administrators' accessibility, decisiveness and
communication skills were linked positively with the perception of
administrative effectiveness held by teachers.
Larsen (1984) conducted a study to determine the 29 most important
instructional leadership behaviors and their impact on student
achievement in reading and math. Principals and teachers were asked to
rate the degree to which the 29 behaviors were implemented in their
schools (HAS) vs. low-achieving schools (LAS).
The findings indicated that teachers of HAS rated their principals
as demonstrating instructional leadership behaviors significantly more
often than did teachers of LAS. In LAS there was a great degree of
discrepancy between mean implementation scores of HAS and LAS principals.
Additionally, the findings supported the premise that instructional
leadership behavior is an important influence on student achievement and
that principal involvement in instructional leadership should be focused
on 29 behaviors identified in the study.
Recently researchers have produced evidence supporting the fact that
effective schools maximize the coordination of programs and increase the
discretion of individual teachers. Principals of effective schools make
conscious efforts to minimize the differences in status that exists
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between themselves and their teachers. These principals have
relinquished the notion that coordination requires control trom the top
down. Instead, teachers and principals in e-f-fective schools mutually
agree on goals and objectives that will guide their separate and
collective efforts. These goals and objectives provide the basic
yardstick for monitoring and evaluating school programs and for
determining staff development needs.
Teacher/Student Interaction
On the road to establishing effective schools, school interactions
must be considered. Interactions between teachers and students are of
utmost importance. For most, it is the personal interaction rather than
instructional interactions that is most valued. The importance of
teacher/student interactions cannot be overstated because a teacher's
relationship with students is on a daily basis, is direct, sometimes
conflictual but always central Lieberman and Miller <1?84). Uhen rewards
for teachers are characterized by teacher/student interactions, great
emphasis has been placed on feelings of genuine satisfaction that accrue
from these relationships.
Teachers deliver messages to students as to what behaviors and
traits are appropriate for the student role. Teacher/student interaction
is a two-way process: each participant influences the other's behaviors.
Students condition teachers' behavior as much as teachers condition
students' behavior.
How individual students and their personality characteistics mediate
teacher expectations is not clearly understood. Brophy (1983) reported''
that more active, initiating and salient students are more likely to be
School ImproMement Project
31
perceived accurately by the teacher. Less salient students behave in
ways that sustain inappropriate expectations because their contact with
the teacher is in-frequent and because the teacher knows very little about
the student.
Brophy and Evertson <1981) provide some insight on the student
characteristics that in-fluence teacher/student interactions. These
researchers asked teachers to nominate one child from their classes to
each of the following categories: attached, rejected, concerned, and
indifferent.
Attached students'' contacts, both self and teacher initiated, were
generally academic rather than procedural or disciplinary. The sex of
the child did not appear to influence teachers' feelings of attachment.
Rejected students, like their peers in the attached group, had a high
level of contact with teachers. However, the contacts were initiated by
these students' violations of classroom rules. Boys were nominated to
this group significantly more often than were girls. Concerned students
initiated many contact with teachers, and teachers likewise initiated
many academic-related contacts with them. More boys than girls were
nominated to the concerned group. Indifferent students initiated few
academic, procedural, or behavioral contacts with their teachers, and
teachers initiated few contacts with them. No sex differences were found
in this group. Girls in the indifferent and the concerned groups were
more likely to be nonwhite. Boys in the rejection group were also more
likely to be nonwhite.
School Improvement Project
32
Students in the middle years are more likely to initiate
interactions with their teachers than are students in the early
elementary grades. These initiations are -frequently "call outs,” which
teachers are more inclined to accept -from older students than -from
younger students.
The grade level o-f the student is also related to the interaction/
communications process. Brody and Evertson <1981) observed more
small-group instruction and short seatwork assignments in the lower
elementary grades. Under these conditions, they speculated that verbal
-feedback statements are -frequent and individualized. Fewer behavioral
contacts occur in the upper elementary than in the early elementary
grades. Teachers concentrate on socializing younger children to the
student role by communicating pleasure or displeasure -for exhibited
behaviors and responses. By the time the student has entered -fourth
grade, -fewer conditioning responses are needed.
There is research evidence to suggest that the number o-f
opportunities students have to publicly respond in the classroom is not
equal. Findings suggest that boys are more likely to be provided public
response opportunities than the girls Brophy and Evertson <1981).
Because boys are active, salient, and perceived by teachers to be
potentially disruptive, they are -frequently provided response
opportunities as a method o-f maintaining appropriate classroom
discipline.
One o-f the latest studies on the subject of teacher/student
interaction, Irvine (1986), using the variables of student race, sex, and
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grade level, -found that male students initiate more positive and negative
interactions with teachers than do female students. Two primary
differences in feedback were found: Male students received more negative
and nonacademic feedback than did female students, and upper elementary
female students received less academic feedback than did upper elementary
male students. Upper elementary black female students were provided
fewer opportunities to respond in the classroom than were lower
elementary black female students.
Peer support and effective interaction are necessary for a clear
sense of the quality of one's teaching. Teachers know that control
depends on^ a negotiated agreement between students and the teacher.
Research on the relationship of control to achievement is difficult
to interpret because the dimensions of control have not been clearly
distinguished Crocker and Booker <1986). However, conclusions based on
Flander's model suggested that indirect teaching is associated with
higher achievement but it does not separate emotional climate from
response to deviant behavior or from more substantive matters of
teacher/student interaction Flanders (1970).
Review by Rosenshine (1979) and Gage (1978) suggested the opposite
results from that of Flanders. These reviewers concluded that increased
cognitive achievement was associated with high teacher control of time
allocations and a high degree of attention to task.
Soar and Soar (1983) investigated two dimensions of control and
their relationship to achievement, namely, emotional control and control
as management. According to the investigators, emotional control refers
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to positive and negative a-f-fects, where the positive teacher is viewed as
warm and supportive and the negative teacher as strident and critical.
The management dimension o-f behavior, of learning tasks and of thinking
processes.
Morrison <1974) took a different approach based on his research.
Morrison proposed that control be treated as having three dimensions. He
labeled his dimensions, warmth, boundary control, and control of deviant
behavior. Uarrath refers to emotional climate, specifically to whether a
classroom is relaxed and comfortable or tense and uncomfortable. This
dimension appears to be similar to Soar and Soares (1983) emotional
climate. Boundary control refers to constraints on movement, talk and
task choice. This corresponds to Soar and Soares management dimension.
Control of deviant behavior refers to action taken when some implicit or
explicit rule of the classroom is broken. The control of deviant
behavior appears to cut across both major dimensions of the Soar and Soar
model.
In conclusion. Soar and Soar <1979) reported that their studies
provide no support for the belief that a warm emotional climate is
superior for learning. An affectively neutral classroom can also be seen
as effective. Ulhat is important, however, is the avoidance of a negative
emotional climate. In reference to management of behavior, Soar and Soar
support the direct instruction model by concluding that freedom of
behavior is negatively related to achievement. Similarly, the results of




Each teacher was asked to complete ■Guskey's Responsibility -for
Students Achievement Questionnaire*, Analysis of Variance, Duncan'’s
Multiple Range Test and Pearson Product Moment Correlation were used to
analyze the data.
The study included 32 hypotheses. Five o-f the 32 hypotheses were
-found to be signi-ficant, namely: <1) English teachers used more
clari-fying statements. (2) Teachers o-f high track classes used more
directive statements. (3) English teachers classes were more
learner- oriented than mathematics classes. <4> English teachers
assumed more responsibility for learners academic successes than
mathematic or social studies teachers. <5) There was a significant
correlation between classroom climate and the responsibility teachers
take for learners'' academic successes.
Family Influence
Traditionally, educators have assumed a relationship between school
achievement and the family-home environment of the learner. Social
status in America, for the purpose of educational research is usually
defined by measures of social class position which includes the
occupation of the head of the household, education and income.
Lavin <1965) stated that socioeconomic status is a predictor of
school performance because it is a derivative or summarizing variable.
Persons of different socioeconomic status face different kinds of life
situations and in adapting to them, they may develop different sets of
values and life styles. In short, socioeconomic status symbolizes a
variety of values, attitudes and motivations related to academic
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per-formance. Hess (1970) reported that the higher a personas social
status position, the more likely he or she is to have a higher level O'f
performance on achievement tests.
Uhite <1982) in his research on background and achievement
discovered that the relationship between socioeconomic status and
achievement drops o-f-f as students become older. The correlation between
socioeconomic status and achievement is approximately .22 in the
elementary school and about .17 in high school. This suggests that
direct -family influence on secondary school achievement is probably
somewhat weaker than on preschool and elementary school achievement since
parents tend to be directly involved in the early education of their
children by reading to them, taking them to the library and encouraging
excellent performance. Uhile at the secondary level, experiences are
reflected in students'* attitudes toward school, their behavior and their
academic achievement.
Bernstein <1958) investigated the effects of family size on
achievement. It was concluded that family size is inversely related to
academic performance, meaning, that the large number of siblings, the
lower the level of school achievement. Presumably, then, large families
are significant for educational performance because they are likely to be
of lower socioeconomic status and lower intelligence as compared with
smaller families. They also concluded that the association between
family size and intelligence is due to the negative effects of large
family size on verbal development.
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Survey studies of the relation o-f -family background to achievement
have -failed to explain why some economically poor families are able to
translate their aspirations for their children into reality. On the
other hand, a concern of equal importance is the fact that others are
unable to do likewise.
In addition to socioeconomic status of the family, researchers have
sighted race and parental influence as variables having an impact on
achievement. Seginer (1983) and Boocock (1972> agreed that parents are
dominant figures in the academic lives of their children. Seginer <1983)
postulated that there is a positive relation between parental educational
expectation and children's academic performance. This relation is
evidence by the mediation of parental achievement - supporting behavior
and the fact that ones own level of aspiration is often influenced by the
expectations others have for him Haller (1968).
Seginer recognized three expectations mothers have for their
childrens (1) realistic expectations - predictions mothers make that
state that her child will attain a certain level of academic performance;
<2> idealist expectations - dreams, wishes and hopeful anticipations that
the mother holds for her child in the academic realm; and (3) standards
of achievement - the explicit measures of which the mother evaluates her
child^s academic achievement as excellent, satisfactory as unacceptable.
Boocock (1972), in her book. An Introduction to Sociology of
Learning, suggested that the higher the mother's educational
expectations are, the stronger are her demands for high academic
performance by her child. On the other hand, the lower the mother's
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educational expectations are, the less concern she is for academic
performance.
In a study dealing with preparatory school boys of high intelligence
who differed greatly in academic performance, Kimball <1953) discovered
that boys whose performance was quite low had poor relations with their
fathers} that is, the relationship had little warmth and the son feared
the father. In another study, Tibbetts <1955) compared boys varying
widely in academic performance level but matched for aptitude. He found
that the higher achievers and their parents were more satisfied with
family relations, that the boys had greater motivation to please their
parents as thoughtful, understanding and interested in them.
Studies specifically addressing Blacks and achievement was
researched. Clark <1983) used a case study approach in his investigation
of Black family influences on school achievement. The studies of
families of successful high school achievers include retrospective
descriptions of explicit literacy - enhancing activities during childhood
such as reading, writing, word games and hobbies. The families of
successful Black achievers provided a home atmosphere that was strongly
supportive of academic achievement. Parents of high-achievers were found
to be willing to explain decisions and involve students in the decision
making progress. These parents were also assertive in their efforts to
keep themselves informed about their chi1dren''s performance in school.
Parents of low-achieving students tend to avoid contact with school
personnel as much as possible. Parents of successful students appear to
be more optimistic than parents of low-achievers and tend to perceive
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themselves as persons who can successfully cope with 1ife''s problems.
Rodman and Voydanoff <1978) studies indicated that lower-class black
parents have a wider range of educational expectations for their children
than do middle-class black parents, however, lower-class parents do not
completely abandon the value of education, rather, they lower educational
expectations for their children to a level compatible with their reality.
The literature also stated that middle-class black parents are more
familiar with the school situation and with general educational issues
than are lower-class parents. In addition, middle-class parents have
more educational experiences which provide some commonality between
parents and teachers.
Epps and Jackson <1985) investigated the relationship of
socioeconomic status, ability and selected school variables to
achievement test scores and grades of Black high schools in two
nationally representative samples: the National Longitudinal Study of
1972 sample and the 1980 High School and Beyond sample. Their findings
suggested that much of the family influence on grades and achievement of
high school students is indirect. The high achievers have high
educational aspirations and these aspirations are directly influenced by
their choice of private versus public schools, by enrolling in academic
courses rather than in vocational or general courses and by completing
homework as well as attending school regularly.
In terms of social status, Gurin and Epps <1975) in their study of
Blacks attending traditionally Black institutions in the South found
little effect of social status on academic performance. However, when
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students who aspired to attend graduate school were asked how certain
they were that they would actually be^ able to attend, those -from poverty
level backgrounds were much less certain about their education in the
•future.
Since teaching and learning are sociocultural processes that take
place within given social systems, the means appropriate -for teaching
poor black students di-f-fer -from those appropriate -for teaching other
students. Many o-f the instructional procedures used by schools stem -from
a set o-f cultural values, orientations and perceptions that dif-fer -from
those o-f poor blacks. Therefore, according to Brookover, the major
challenge for educators who are striving to make black children
successful must stop trying to:
Use a student's home environment or social system as an
excuse for poor achievement...land seek instead to!
understand the real importance of the school system, the
classroom environment, and our own teaching activities...
[and] get on with the business of creating classroom
environments and school learning climates that promote
high achievement!
Researchers have alluded to the fact that Blacks from low
socioeconomic environments are destined to be academically deficient.
Brookover and Lezotte (1982) ventured to differ with this opinion. They
felt that the key to improving success in school for poor black students
is to modify the means used to achieve learning outcomes, not changing
the intended outcomes themselves. Black students should be governed by
the same high academic standards and expectations as others. However,
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the means and methods used with other students are not necessarily
appropriate for use with poor black children.
Classroom climate has been considered a source of many black
chi1dren''s problems in school. With this in mind, Qilbert and Gay
<1985) considered this variable a reasonable place to begin the process
of change. Students and teachers attitudes toward expectations, teaching
and learning are major components of school climate that should be
changed to improve the success of black students.
It is important for teachers to understand both theirs and the
students cultural attitudes, values and behaviors that impinge directly
on the instructional program. Once this understanding is achieved,
teachers can then modify some of the procedures for teaching and learning
to better accommodate black cultural styles Clark <1983). Gilbert and
Gay equated C1ark''s opinion concerning school climate with the Effective
Schools research which advocates schoolwide change to improve academic
success.
Uhile the findings are not consistant, it seems clear that family
life is an important factor in school achievement. The general picture
that seems to emerge is that the student who does well in school comes
from a family which has a relatively small number of children in which
the parents exhibit warmth and interest, where the child has a relatively
high degree of power in the decision-making and where the family is able
to arrive at a consensus regarding important values and decisions.
Although previously sighted studies indicated the importance of the
family in relation to academic achievement, they are designed so
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di-f-ferently that it is di-f-ficult to determine just how comparable they
are. Some -findings were based on data gathered -from mothers, others
concentrated on -fathers, still others concentrated on both parents.
Noticeable also was the lack of a systematic pattern determining the
effects of sex differences on achievement.
Clark <1965) in his book, Dark Ghetto reported the findings of the
New York Haryou Project. The findings placed blame for children's
academic achievement on teachers expectations. It was stated that
teachers, rather than parents were to blame for student underachievement.
The prevailing view was that parents were primarily responsible for their
children's early learning only. In the event that parental influence was
lacking, preschool programs such as Project Headstart were partly
designed to compensate for the earlier absence of appropriate parental
input.
If the statement that teachers are to blame for the underachievement
of students is true, then it would seem proper to begin remediation in
the classroom. Therefore, it is imperative that attention be focused on
classroom organization, climate and instruction.
Ability grouping is practiced widely in the United States and
Europe. It generally consists of teaching students who function
similarly in learning achievement together Findley and Bryan (1975).
Hess (1978) and Esposito (1971) gave concluded from their research
that superior students may benefit from ability grouping, but lower
achieving students may be hurt. The hurt may be the results of being
exposed to an undemanding curriculum and the social stigma attached to
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students in low-ability groups. Psychological theories predict that
low-ability grouped students will experience a decrease in seH-concept,
achievement, motivation and academic per-formance Bandura (1982). This is
particularly true when students see themselves as potential members o-f a
higher group which is visible Richer <1976). High-ability student test
scores may eventually drop due to lack of competition Reid <1977).
Teachers and administrators have generally supported ability
grouping and various forms of it are frequently implemented in schools
around the country as was true in a large Texas school district where
students were grouped for separate instruction in the basal subjects at
the beginning of the fourth grade. Students remained in the same group
throughout their school experience. Parental permission was needed
before a student was allowed to be removed from the group. Group
placement was based on a composite score at or above the 77th percentile
on the Iowa Tests of Basic Skills or at the 77th percentile in math total
and reading subtests.
The effects of this district ability-grouping method on students'
academic performance was assessed at the end of the initial year of
grouping Abadzi <1984). Students' third grade scores were compared to
their fourth grade spring scores.
In order to assess treatment effects on different achievement
levels, high-ability and regular student groups were divided into upper,
middle and lower performance subgroups. Results were analyzed in the
form of normal curve equivalents <NCEs). The data indicated that
high-ability students' scores rose by three NCEs while regular student
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scores dropped by one NCE unit.
The Iowa Test o-f Basic Skills scores o-f all children generally
showed a downward trend through -five years o-f school. This reflected a
failure to learn as much as was expected, but high-ability student scores
declined more than the scores of regular students. Ability grouping
apparently did not alter the performance of the highest and lowest
student.
The results offer little support for complete ability grouping,
although they do not show this practice to be as deleterious as has been
reported. It is possible that upper-level high-ability students would
have shown larger score decreases without it, but gifted-students might
benefit from ability grouping. The decision of the school system to
replace the program with more flexible alternatives his proved to be
wise.
Aage B. Sorensen and Maureen T. Hallinan (1778) investigated the
effects of ability grouping on academic achievement in an effort to
determine if grouped or ungrouped classrooms provide the best opportunity
for learning.
Data came from a longitudinal study of students in 48 classes of
elementary school children in Northern California. The sampling included
1,477 students in grades four through seven and eleven combined grades.
Schools were selected partly on the basis of racial composition.
Reading and Mathematics Achievement were measured at the beginning
and at the end of the school year. However, the researchers focused on
reading achievement rather than on math because of incomplete math data
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and the comparability o-f di-f-ferent tests used in different schools.
Sorensen and Hallinan (1978) concluded that ability groups provide
fewer opportunities for learning than whole class instruction but greater
utilization of those opportunities. Discovered also was the fact that
high ability groups provide more opportunities for learning than lower
ability groups and small homogeneous ability groups facilitate learning
more than large heterogeneous groups. Ability grouping means dividing
instructional time. Therefore, if instructional periods are of equal
lengths in grouped and ungrouped classrooms, the partitioning of time
means that students in grouped classes received less instruction.
As a contrast to Sorensen and Hallinan''s <1978) study, which
concentrated on reading, Sid Bourke (1984) investigated the relationship
linking class size, students, school, teacher backgrounds and teaching
practices to student achievement. The sample consisted of 33 government
elementary schools in Melbourne, Australia.
Classroom observations and questionnaires were used to collect data.
The frequency of teaching practices and interactions between teachers and
students as well as the nature of each of the interactions were recorded
over a 12 week period, using a modification of a low-influence
observation schedule originally developed by Stalling <1977). Class size
was calculated by dividing the number of students present in the room by
the number of teachers in the room. The classes ranged from 12 to 33
students per teacher with a mean of 25.2. Uihen the relationship between
class size and class mean achievement were considered, the correlation
was found to be positive but not significant.
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The student, school and teacher variables were included with class
size as independent variables in a regression analysis with mean class
achievement as the dependent variable. Results indicated that student
ability was very strongly related to achievement independently o-f class
size, and class size had a moderate, negative relationship with
achievement. Both student ability and school -factors were linked to
achievement through class size.
In terms of teaching practices, none were significantly correlated
with achievement. It was only when these practices were combined that a
significant correlation with achievement was evident. The additional
variables included whole class teaching, class grouping, teacher-student
interaction, teacher probing, student questioning, assessment of homework
and regular assignments as well as noise tolerance.
Two of the general classroom practices that Glass, 6.V., Cahen,
L.S., Smith, M.L. and Filby, N.N. <1982) suggested as potentially
important, namely student engagement rate and individualization were not
found to be of consequence in this study.
Summary of Related Literature
The literature reviewed with relevance to this study may be
summerized as follows:
1. An attitude is a state of readiness leading an individual
to evaluate symbols, objects and aspects of his world in a
favorable or unfavorable manner.
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2. The organizational structure dictates the style o-f the
leader.
3. School improvement depends heavily on the leadership style
o-f the administrator.
4. The administrator must be one who is open, sensitive to
the needs o-f subordinates, a risk-taker, and above all, an
e-f-fective instructional leader and communicator.
5. E-f-fective schools are supervised by e-f-fective
administrators in an orderly environment.
6. School improvement strategies should be based on clearly
de-fined goals that have been Jointly established.
7. Family structure and socioeconomic status play a major role
in the academic performance of students.
8. Teacher-student interaction is a vital component of
classroom procedures.
9. Effective classroom procedures and a conducive climate are
imperative in order to successfully initiate improvement
in students'' academic performance.
10. Instructional grouping is an acceptable classroom procedure.
11. Parent and teacher expectations are important factors to





From the literature review it was concluded that several -factors had
a de-finite impact on school improvement as it relates to increasing
student achievement. Some researchers -felt that leadership style and
organizational structure were deciding factors, while others viewed
interaction between the teacher and student as the key. Still others
equated positive climates, family influences as well as attitudes toward
change as major contributing elements in improving student achievement.
Obviously, there existed differences in opinion concerning factors
influencing student achievement. However, the evidence substantiated the
fact that educators must be willing to recognize oner's environment and
investigate innovative strategies before implementing programs geared
toward school improvement. Operating from the premise that a well
structured organization, one that considers such factors as age, sex,
socioeconomic status and previous school performances wi11 provide
opportunities for learning, the decision was made to validate these
assumptions by analyzing and comparing data from a school that actively
participated in the School Improvement Project with one that did not take
part in the project.
The overall purpose of this study was to identify effective
supervisory behaviors and evaluate their influence on student
achievement, utilizing the Systematic Instructional Supervision Survey
Persaud <1986) and the 1986 and 1987 Iowa Test of Basic Skills (ITBS)
results from the control and experimental schools.
This study was designed to solicit teachers" perceptions of the
behavior of the supervisor as a determining factor in improving student
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achievement. One independent variable and one dependent variable was
essential -for this study:
The model below is a pictorial relationship o-f the variables:
Independent Variable Dependent Variable
Facilitating Supervision Student Achievement
De-finition o-f Variables
The -following de-finitions are considered pertinent to this study:
Independent Variable
1. Facilitating supervision can be de-fined as the process by which
the supervisor provides an orderly structure and exhibits a
style o-f leadership which encourages active parental
participation and teacher/student interaction.
Dependent Variable
1. For this study, student achievement is de-fined as a noted
increase in per-formance on the Iowa Test o-f Basic Skills <ITBS).
CLARIFICATION OF PERTINENT FACTORS
A. Oroanizational Structure
There are three major organizational structures that could be
utilized; the bureaucratic structure, a human relations structure or the
human resources structure. The bureaucratic structure usually provides
adequate -funds, -facilities and sta-ff. Students in this structure usually
achieve at the expense o-f the morale o-f the staf-f because o-f the emphasis
placed on e-f-ficiency rather than on the human -factor.
The human relation structure, like the bureaucratic, provides
adequate -facilities, funding and sta-ff. In addition, the support of the
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principal, parents and teachers is evident. This structure usually
produces success-ful and creative students.
The human resources structure is in-formal and teacher morale is
high. Student achievement tends to be low because emphasis is o-ften
removed -from the task and placed on negotiating, causing one to lose
sight o-f goals. Uhen deciding on the structure to use, the leader must
decide whether or not to consider both the needs o-f students and staf-f or
be mainly concerned with the end product.
B. Teacher/Student Interaction
Positive and negative interactions take place in the classroom in
the -form o-f verbal or non-verbal communication. Students in the middle
grades tend to be more open than do early elementary students and verbal
two-way communication is more -frequent in small group instruction.
During teacher/student interaction, teachers must continue to be in
control at all times.
C. Family In-fluence
Parent expectation, income and education play major roles in student
achievement. The higher ones expectation -for his/her child, the higher
the achievement level. Students whose parents are -financially secure and
have attained educational success will usually per-form academically.
D. Leadership Style
Leadership styles vary From institution to institution. A leader
may choose to be autocratic, democratic or laissez-faire. At times he
may utilize more than one style, depending on the need.
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Since nothing is constant and persons with di-f-ferent needs and
personalities must work cooperatively in an organization it o-ften
becomes necessary tor a leader to change his style to tit the situation.
The point here is that no one leadership style is best.
The experimental school in this study is an urban school, located in
a low-income area. Ninety-tive percent ot the students reside in public
housing and ninety-eight percent ot them receive tree lunch. The
majority ot these students come trom one-parent tamilies, usually headed
by a temale. Wei tare is the major source ot income.
The control school is also located in a low-middle class
neighborhood. Ninety-nine percent ot the students are receiving tree
lunch. As in the experimental school, students come trom one-parent
tamilies headed by a temale. The main source ot income is weltare.
Student attendance tor both schools is average and parental
involvement is minimum. The most obvious ditterence in the schools is
the tact that one has a temale administrator while the other is led by a
mal e.
HYPOTHESES
The tollowing hypotheses were examined in this study:
H^: There will be no signiticant ditterence in how teachers trom
the experimental school and the control school perceive the
leadership style ot the supervisor.
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H2: There will be no signi-ficant difference in how teachers from
the experimental school and the control school perceive the
supervisor''s organizational structure as a factor in student
achievement.
H3; There will be no significant difference in how teachers from
the experimental school and those from the control school
perceive the supervision process as one that allows parents to
contribute to their children's achievement.
There will be no significant difference in how teachers from
the experimental school and the control school perceive the
supervisory's acceptance of teacher/student interaction.
Hg: There will be no significant difference in the achievement of
students in the experimental school and the control school.
The hypotheses of this study are based on the following assumptions:
1. If schools provide every opportunity for learning, students
will improve academically
2. If principals and/or supervisors are sensitive to the needs of
their clientele, an improvement in student achievement will be
evident.
3. If supervisors encourage two-way communication in the classroom,
there will be an improvement in student performance.
4. If supervisors and teachers recognize family background and home
environment as important factors in diagnosing performance,
students will improve in achievement.
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5. H innovative teaching and supervisory strategies are utilized,
student achievement will improve.
SUtfi^RY
Chapter III presented the theoretical -framework upon which this
study was based. It included a pictorial view o-f the independent and
dependent variables and their meanings. Factors important to this study






The purpose o-f this research was to determine i-f teachers"
perceptions o-f the supervisor di-f-fered signi-ficantly in a school that
participated in a School Improvement Project -from those in a school that
did not participate in the project. More specifically, it sort to
discover i-f the supervision process had an impact on student achievement.
Design o-f the Study
An experimental design was utilized in this study. A comparison was
made between the experimental school and the control school.
The population for this study involved two schools in the Atlanta
Public School System. The experimental school was determined by its
participation in the School Improvement Project and its previous
involvement in a project generated in the class ED 750, Systematic School
Evaluation.
The selection of the control school was determined by similar
characteristics it shared with the experimental school such as student'
population and environment. Classroom teachers from both schools were
administered the Systematic Instructional Supervision Survey. Fifteen
subjects were randomly selected from each school to provide data for this
study.
Instrument; Survey Development
The^ Systematic Instructional Supervision Survey, designed by
Dr. Persaud, (1986) was administered to a group of graduate students
enrolled in a research methodology course at Atlanta University in the




Further testing o-f the instrument took place in selected Dekalb
County schools in June o-f 1986. After careful anal ization, items that
did not show variation in the sample were dropped. For the remaining
items, the Likert rating scale was used to solicit responses.
The final copy of the questionnaire contains 57 items. The first 51
items solicit teachers^ responses to their perception of the supervision
process. The last 6 items ask for biographical data. A rating of 1-6
was used for the following items on the questionnaire: 1-35, 41, 44, 45
and 47-51. A 6-1 rating was assigned to items 36-40, 42, 43 and 46.
For this study, the T-test was used conduct an item analysis of the
questionnaire and the following items were selected because of their
relevance to the hypotheses: 1, 2, 3, 4, 6, 7, 8, 9, 10, 11, 12, 13, 14,
15, 16, 17, 18, 26, 28, 29, 34, 40, 44, 52, 53, 54, 55, 56 and 57.
Items 1, 2, 3, 4, 6, 7, 8, 9, 12, 13, 28 and 29 were selected
because they solicted responses concerning the leadership style of the
supervisor. The organizational structure items are numbers 17, 18, 34,
40 and 44. Information concerning family influence was solicited using
items 14, 15, 16 and 26. Items 10, 11 and 41 solictied responses
concerning teacher/student interaction.
Treatment
In the fall of 1986, the decision to participate in the School
Improvement Project was seriously considered. This project was
spearheaded by two capable professors. Under their leadership, regular
meetings were held for the purpose of identifying, analyzing, developing
and sharing strategies that would aid in increasing student achievement.
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The next phase o-f the process was to examine previous test scores.
The results from April, 1986 were used as pre-tests and the April 1987
results were used as post-tests for the experimental school and the
control school. After careful scrutiny, the consensus was that the
greatest deficits in the experimental school occurred in grades 3, 4, and
5. It was on this basis that these grade levels were chosen to pilot
the School Improvement project at the experimental school. However,
after several meetings with third, fourth and fifth grade teachers, the
group was of the opinion that all grades should be included because
student improvement was desirable schoolwide.
At the end of the diagnostic stage, it was discovered that target
areas for concentration to aid in improving achievement included a
change in structure and an assessment of the leadership style of the
principal. An investigation of the effectiveness of present classroom
procedures and family influences were also conducted.
Several strategies were used in an attempt to improve student
achievement. As a beginning, cross-grade grouping was introduced and
used schoolwide. The objective here was to reduce the number of reading
and math groups taught by a single teacher. This practice provided more
planning time for the teacher since planning had to be done for fewer
groups. In an effort to increase parental involvement, the principal and
PTA President felt that meetings of this nature would be more relevant
because of a decrease in the size of the group and the agenda could
include only items important to grades in that instructional level.
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The school was divided into three instructional levels; primary,
intermediate and upper. The primary level included grades K-3, the
intermediate level included grades 4-5 and the upper level was composed
o-f grades 6 and 7.
The proposal was to have three meetings a year -for each
instructional level. However, only two meetings were held per level
because o-f bad weather. Test scores, discipline, supplementary materials
and classroom instruction were discussed at each instructional level
meeting. At the upper level meetings the discussion also included the
middle school concept and end-o-f-the-year activities. A research
consultant was invited to attend the primary and intermediate level
meetings in February to share test-taking techniques. During these
meetings, parents and teachers were a-f-forded the opportunity to ask
questions concerning test scores and promotional policies.
During regular -faculty meetings, teachers were encouraged to share
workable strategies with co-workers through discussions and hand-outs.
Data Analysis
The date -for this study was analyzed using the T-test statistical
procedure. The acceptance or rejection o-f the null hypotheses was
determined at the point .05 level o-f significance.
SUM-1ARY
Chapter IV presented the research methodology for this study. It
explains the design of the study, including a brief discussion of the
population and how the questionnaire was field tested. Explanation was





Analysis and Discussion oi Data
The purpose o-f this study was to investigate teachers perceptions o-f
their supervisor and to discover if certain supervisory traits have a
positive impact on student achievement. The speci'fic reason for this
study was to determine if there was a significant difference in
leadership and achievement in a school that participated in a School
Improvement Project over one that did not take part in the project.
A questionnaire was administered to twenty-six (26) teachers in the
experimental school and to twenty-two (22) teachers in the control
school. Fifteen questionnaires were randomly selected from each school
to represent the population for the study. This chapter depicts the
results of this survey and a narrative of the findings.
Biographical data of persons responding to the questionnaire
indicated that 86.7 percent were females and 13.3 percent were males.
Eighty-seven percent were black, 10 percent were white and 3 percent
indicated "other* as the race.
Responses to present teaching position revealed that 16.7 percent
were kindergarten teachers; 10.0 percent were first grade teachers; 13.3
percent were second grade teachers; 10.0 percent were third grade
teachers; 6.7 percent were fourth grade teachers; 3.3 percent were fifth
grade teachers; 13.3 percent were sixth grade teachers; 6.7 percent were
seventh grade teachers. Only 20.0 percent were non-homeroom teachers.
Age data revealed that the largest cluster of respondents were found
in the 31-40 and 41-50 age group. Only 6.7 percent of those responding




Responses to the number o-f years teaching in their current school
indicated that the largest percentage, which was 33.3 percent have been
employed in their present school for fourteen or more years; 16.7 percent
for 8-11 years and 20.0 percent for 11-14 years.
A survey of the total years of experience revealed that 56.7 percent
have taught for fourteen or more years; 20.0 percent have been teaching
for eleven to fourteen years; 10.0 percent for eight to eleven years and
10.0 percent for four to seven years. Only 3.3 percent of the
respondents have taught for three years or less.
Table 1 depicts teachers' perceptions of the leadership style of the
supervisor. Table 2 gives a graphic picture of teachers' perceptions of
the supervisor's organizational structure. Table 3 illustrates teachers'
perceptions of the supervisor's feelings toward the impact family
influence have on student achievement. Teachers' perceptions of the
supervisor's tolerance of teacher/student interaction is depicted in
Table 4. Tables 5-12 give an analysis of the reading and math ITBS Test
Scores from the control and experimental schools.
Research questions were answered by referring to the null
hypotheses. The decision to accept or reject the null hypotheses was




There will be no significant difference in how teachers from the
experimental school and the control school perceive the leadership style
of the supervisor.
TABLE 1










Control 15 3.180 .662 3.091 28 .01
Experimental 15 4.127 .984 3.091 28 .01
Table 1 indicates that there is a .947 difference in the mean
scores of the two schools and a .322 difference in the standard
deviation. The calculated T value of 3.091 is greater than the table
value of 1.701. The conclusion here is that there was a significant
difference in how teachers from the two schools perceived the leadership




Th»re will be no significant difference in how teachers from the
experimental school and the control school perceive the supervisor-'s
organizational structure as a factor in student achievement.
TABLE 2
Organizational Structure
Groups No. of Mean Standard T Degrees of Probability
cases deviat ion value freedom
Control 15 3.747 .735 3.532 28 .01
Experimental 15 4.653 .670 3.532 28 .01
Table 2 indicates that there is a .906 difference in the mean
scores of the two schools and a .065 difference in the standard
deviation. The calculated T value of 3.532 is greater than the table
value of 1.701. The suggestion here is that there was a significant
difference in how teachers from the two schools perceived the
supervisor'^s organizational structure. The results support the decision




There will be no signi-ficant difference in how teachers from the
experimental school and those from the control school perceive the











Control 15 3.220 .715 2.133 28 .08
Experimental 15 3.947 1.109 2.133 28 .08
Table 3 indicates that there is only a .727 difference in the
mean scores of the two schools and a .394 difference in the standard
deviation. The calculated T value of 2.133 is greater than the table
value of 1.701. The indication here is that there was a significant
difference in how teachers from the two schools perceived the supervision
process as one that allows parents to contribute to their children's




There will be no signi-ficant difference in how teachers from the
experimental school and the control school perceive the supervisor''s
acceptance of teacher/student interaction.
TABLE 4
Teacher/Studrnt Interaction
Groups No. of Mean Standard T Degrees of Probabi1ity
cases deviation value freedom
Control 15 3.260 .985 1.795 28 .16
Experimental 15 3.873 .884 1.795 28 .16
Table 4 indicates that there is a .613 difference in the mean scores
of the two schools and a .101 difference in the standard deviation. The
calculated T value of 1.795 is greater than the table value of 1.701.
This analysis suggests that there was a significant difference in how
teachers from the two schools perceived the supervisor's attitude toward





There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 5
An Analysis of ITBS Reading Test Scores from the
Experimental School and the Control School










1986 Control 7 38.286 4.030 .499 12 .999
Experimental 7 39.857 7.290 .499 12 .999
Table 5 indicates that there was a 1.571 difference in the mean
scores and a 3.260 standard deviation difference. The calculated T value
of .499 is less than the table value of 1.782. The conclusion here is
that there was no significant difference in achievement of the two




There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 6
An Analysis of ITBS Reading Test Scores from the
Experimental School and the Control School
Year Groups No. of Mean Standard T Degrees Probabili
cases deviation value of
freedom
1987 Control 7 43.143 5.928 1.78 12 .999
Experimental 7 43.714 6.075 1.78 12 .999
Table 6 indicates that there was a 0.571 difference in the mean
scores and a 0.147 standard deviation difference. The calculated T value
of 1.78 is less than the table value of 1.782. The indication here is
that there was no significant difference in the reading scores of the two




There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 7
An Analysis of ITBS Math Test Scores from the
Experimental School and the Control School










1986 Control 7 42.143 8.494 .213 12 .999
Experimental 7 41.143 9.045 .213 12 .999
Table 7 indicates that there was a 1.000 difference in the mean
scores and a 0.551 standard deviation difference. The calculated T value
of .213 is less than the table value of 1.782. This analysis suggests
that there was no significant difference in the math scores of the two




There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 8
An Analysis of ITBS Math Test Scores from the
Experimental School and the Control School










1987 Control 7 45.857 10.057 1.175 12 .999
Experimental 7 46.714 8.118 1.175 12 .999
Table 8 indicates that there was a 0.857 difference in the mean
scores and a 1.939 standard deviation difference. The calculated T value
of 1.175 is less than the table value of 1.782. The indication is that
there was no significant difference in the math scores in 1987.




There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 9
An Analysis of ITBS Reading Test Scores
from the Control School









1986 7 39.714 5.438 1.676 6 .288
1987 7 43.143 5.928 1.676 6 .288
Table 9 indicates that there was a 3.429 di fference in the mean
scores for 1986 and 1987. The standard deviation difference is 0.490.
The calculated T value of 1 .676 is less than the table value of 1.943.
This means that there was no significant difference in the reading scores





There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 10
An Analysis of ITBS Nath Test Scores










1986 7 44.429 8.182 2.352 6 .112
1987 7 50.857 7.244 2.352 6 .112
Table 10 indicates that there was a 6.428 difference in the mean
scores for 1986 and 1987. The standard deviation difference is 0.938.
The calculated T value of 2.352 is greater than the table value of 1.943.
The indication is that there was a significant difference in the 1986 and





There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 11
An Analysis of ITBS Reading Test Scores
from the Experimental School
Year No. of Mean Standard T Degrees of Probability
cases deviation value freedom
1986 7 39.857 7.290 1.350 6 .454
1987 7 43.714 6.075 1.350 6 .454
Table 11 indicates that there was a 3.857 difference in the mean
scores for 1986 and 1987. The standard deviation difference is 1.215.
The calculated T value of 1.350 is less than the table value of 1.943.
The conclusion here is that there was no significant difference in
reading scores of the experimental school from 1986 to 1987. Therefore,




There will be no significant difference in the achievement of
students in the experimental school and the control school.
TABLE 12
An Analysis of ITBS Math Test Scores










1986 7 44.714 8.902 2.943 6 .052
1987 7 52.000 9.557 2.943 6 .052
Table 12 indicates that there was a 7.286 difference in the mean
scores for 1986 and 1987. The standard deviatiion difference is 0.655.
The calculated T value of 2.943 is greater than the table value of 1.943.
The indication is that there was a significant difference in the math





Chapter W presented an analysis of the statistical data collected
-for this study. The analysis revealed that 73.4 percent more females
than males responded to the questionnaire and the majority of the
respondents were black. Half of those completing the questionnaire
taught grades K-3. This information was gathered from the last six items
on the questionnaire.
Fifteen of the items used in this study that required a response
were found to be significant. Of the fifteen, eight significant items
were in the leadership category, four in the organizational structure
category, two were significant in the teacher/student interaction
category, and only one item in the family influence category was
significant. The level of significance for this study was set at .05.
An analysis of the data revealed that teachers in the control school
and the experimental school perceived the leadership style and
organizational structure of the supervision process in their school
significantly different.
The supervision process, as it relates to the supervisor's
willingness to accept teacher/student interaction and allow parental
participation in their children's achievement was perceived differently
by teachers in the control school and the experimental school.
A comparison of the 1986 reading scores from the control school and
the experimental school revealed that they differed very little. There
was only a 1 percent difference. In the control school, 29 percent of
its students were performing at or above the national norm in reading.
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Twenty-eight percent o-f the students -from the experimental school were
performing at or above the national norm. However, in 1987, the
experimental school had 32 percent of its students performing at or above
the national norm while the control school had 30 percent of its students
performing at or above the national norm. The experimental school gained
4 percent and the control school increased by 1 percent.
In 1986, the control school had 40 percent of its students
performing at or above the national norm in math. The experimental
school had 43 percent of its students performing at or above the national
norm. In 1987, the control school increased in math by 18 percent. The
experimental school increased by IS percent. The experimental school
improved significantly in math in 1987 compared to its 1986 performance.
A failure to discover a significant difference in student
achievement between the experimental school and the control school may
be contributed to the length of time the project was implemented.




Summary, Conclusions, Implications and Recommendations
Summary
A. Problem Statement
The purpose of this study was to determine whether or not there was
a difference in teachers" perceptions of the supervisor"s behavior in a
school that participated in a School Improvement Project from one that
did not participate in the project. More specifically, there was a
desire to discover if there was measurable improvement in student
achievement in the experimental school.
As the cry for improvement in the academic performance of students
soared from corporate executives and state and local officials,
superintendents and school personnel searched for a solution. As a
result, in 1980 the superintendent of the Atlanta Public School System
issued a mandate stating that all schools in the system would be
performing at or above the national norm in five years. This mandate
forced educational supervisors to seek innovative strategies to meet this
challenge.
B. Significance of this Study
The significance of this study was to determine if the School
Improvement Project should be utilized in other schools as a vehicle for
improving student achievement. The study also sought to identify
characteristics of the supervisor that could be sighted as traits
recognized as contributing factors in improving student achievement and




A review o-f the literature revealed that the consensus oi such
notables as Reutter <1979), Edmonds (1978) and Squireo (1980), was that
e-f-fective schools operate under the leadership o-f strong supervisors who
have high expectations for both sta-f-f and students. Schools with strong
supervisors tend to have a clear sense o-f purpose and operate -from a team
approach.
There was evidence in the literature stating that an attempt to
operate an e-f-fective and e-f-ficient organization resulted in the
establishment o-f three structures: the bureaucratic (Ueber, 1970), the
human relations (Mayo, 1950) and the human resources structures (Getzel
and Guba 1968). The three structures are e-f-fective in their own right.
However, the bureaucratic structure tends to have high student
achievement because o-f its no nonsense approach to leadership.
The literature -further states that Hersey and Blanchard (1982) and
Fiedler (1967) argue that no single leadership style is e-ffective in alt
situations. There is a time for the leader to employ the bureaucratic
style, the autocratic style or the laissez-faire style.
Sergiovanni (1984) on the other hand, recognizes five leadership
forces; technical, human, educational, symbolic and the cultural
technical skills.
The literature supports the fact that teacher/student interaction is
an important component worthy of consideration when evaluating student
achievement. Brophy and Evertson (1981) found that students in the
middle grades usually initiate interactions with their teachers more than
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those in early elementary grades. According to




Hess <1970), Lavin (1965) andUhite <1982) agree that socioeconomic
status affects student achievement. The belief is that the higher a
person''s social status, the more likely he/she is to have a higher level
of performance on achievement tests. Seginer <1983) and Boocook <1972)
concur that race and parental influence have an impact on student
achievement. That is, the more advanced the educational level of the
parent, the higher the achievement level of the child. Parent
expectations are very important. The belief is that parents of
successful students are more optimistic than parents of low achievers.
Studies specifically addressing Blacks and achievement were
reviewed. Clark <1983), Epps and Jackson <1985) concluded that in the
homes of successful 81ack achievers, parents were supportive and
assertive in their efforts to keep abreast of their children^'s school
performance.
D. Theoretical Framework
The literature review presented several opinions concerning factors
influencing student achievement. However, there was agreement that one's
home environment, the instructional program and school leadership style
are instrumental in improving student achievement.
The hypothesized relationship between variables in this study are
facilitating supervision <independent variable) and student achievement
<dependent variable). Linking factors to these variables are the
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organizational structure, leadership style, teacher/student interaction
and family influence. The assumption in this study is that previously
stated factors have a definite impact on student achievement.
Hypothesis stated in the null form and tested in this study were:
1. There will be no significant difference in how teachers from the
experimental school and the control school perceive the
leadership style of the supervisor.
2. There will be no significant difference in how teachers from the
experimental school and the control school perceive the
supervisor's organizational structure as a factor in student
achievement.
3. There will be no significant difference in how teachers from the
experimental school and those from the control school perceive
the supervision process as one that allows parents to contribute
to their children's achievement.
4. There will be no significant difference in how teachers from the
experimental school and the control school perceive the
supervisor's acceptance of teacher/student interaction.
5. There will be no significant difference in the achievement of
students in the experimental school and the control school.
E. Research Methodology
This was an experimental study conducted during the 1986 and 1987
school years. A questionnaire was the research tool. This questionnaire
sought to obtain teachers' perceptions of the behavior of the supervisor.
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It was administered to the experimental school sta-f-f in March, 1987 and
to the control school staff in December, 1987.
The population of this study was selected from two urban schools in
the Atlanta Public School System. Fifteen subjects were randomly
selected from each school.
The questionnaire was developed by Dr. Ganga Persaud in 1986 and
field tested at Atlanta University in the Spring of 1986. Further
testing of the instrument took place in a middle school in the Atlanta
Public School System and in a DeKalb County School in June of 1986.
The SPSS (Statistical Package for the Social Sciences) was used to
analyze data from the questionnaire. The T-test was the specific program
used from the package. The level of significance was set at .05.
Conclusions
An analysis of the findings of this study warrants the following
conclusions:
1. The supervisor in the experimental school provides workable
strategies and opportunities for teachers to improve the conduct
of low achieving students more often than does the supervisor in
the control school.
2. The supervisor in the experimental school disseminates
information essential to teachers" self-development and quality




3. The supervisor in the experimental school encourages teachers to
evaluate the interest and experiences o-f low achieving students
in an e-f-fort to provide meaning-ful instructional mehtods more
o-ften than does the supervisor -from the control school.
4. The supervisor in the experimental school encourages
participation -from parents o-f low achieving student more often
than does the supervisor from the control school.
5. The supervisor in the experimental school uses conferences
as a method of checking strategies used to improve the
performance of low achieving student more often than does the
supervisor from the control school.
6. Teacher input is encouraged by the supervisor in the
experimental school more than in the control school.
7. The supervisor in the control school emphasized student behavior
over creative approaches more often than does the supervisor in
the experimental school.
8. Supervisors from the control school and the experimental school
provide essential materials for the learning process and
encourages teachers to develop an understanding of the teaching
process.
9. An effective time-on-task program has been developed by the
supervisor in both schools in the study.10.Neither supervisor in the study encouraged sacrificing the
quality of teaching for the purpose of allowing low achievers
to obtain better grades.
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11. The supervisor from the control school and the experimental
school emphasized the tact that the social backgrounds ot the
students are related to achievement scores.
12. Math and Reading scores -from the experimental school were not
significantly better than those from the control school.
Imolications
The findings and conclusions from this study Justify the following
mplications:
1. Teachers from the control school and the experimental school
differed significantly in their perceptions of the
organizational structure and leadership style of the supervisor.
This may suggest that participation in the School Improvement
Project resulted in a change of behavior on the part of the
supervisor in the experimental school.
2. Teachers from the control school and the experimental school did
not differ significantly in their perceptions of the importance
the supervisor placed on family influence and teacher/student
interaction. The writer infers that regardless of style,
location or technique employed, certain classroom behaviors and
cooperation of the family are expected.
3. There was no significant difference in the achievement of
students from the control school and those from the experimental
school. This writer surmises that a possible reason for this
revelation could be the fact that participation in the School
Improvement Project was limited because of unavoidable




In accordance with the -findings, conclusions and implications,
the recommendations are:
1. That three-way con-ferences be held involving the supervisor,
teacher and parent. This will demonstrate strength and unity
between the supervisor and teacher and help to promote a -feeling
o-f trust on the part o-f the parent.
2. That in-service -for the project be conducted during pre-planning
so that a -full year o-f participation can be evaluated.
3. That, as a long range venture, the project be designed to
evaluate individual student progress as opposed to schoolwide
evaluation because of the high rate of mobility in some schools.
4. That the complete test battery be assessed, especially at the
upper level. This may reveal a diversity in interest.
5. That consideration be given to expanding the project to include
cluster schools. That is, the project should be introduced in
the middle and high school that the elementary school feeds
into.
6. That the implementation of the School Improvement Project
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SYSTEMATIC INSTRUCTIONAL SUPERVISION SURVEY
Instructions: Please cooperate by reading each statement and selecting your
perception of the behavior using the scale.below. Record
your selection by placing a check (pf in the appropriate space
along the continuum for each statement.
Rating Scale: Never Seldom Sometimes Often Very Often Always
1 2 3 4 5 6















1. The supervision process enables teachers
to improve the discipline/conduct of low
achieving students.
2. The supervision process provides workable
strategies for improving students'
conduct/disci piine.
3. The supervision process provides
essential information necessary for the
teacher to improve student achievement.
4. The supervision process enables teachers
to improve student achievement.
5. Students at the bottom of the class make
progress as a result of information
gained in the supervision conference.
6. The supervision process enables teachers
to develop understanding and skills of
teaching which could not nave been
developed otherwise.
7. The supervision process provides
information essential for teacher
self-development and growth.
8. The supervision process provides
essential information for improving
the quality of teaching.
9. The principal/supervisor demonstrates
strategies to assist teachers in













Tne supervision process enables
teachers to utilize the interests
and experiences of low achieving
students in curriculum planning.
Tne supervision process enables the
interests and experiences of tne low
achieving students to influence the
teachers' instructional method.
The principal/supervisor uses follow-up
conferences with teachers to see if the
teachers' suggested curriculum
strategies have improved performance
of low achieving students.
The pri ncipal/supervisor encourages
constant evaluation of tne objectives,
curriculum and teaching methods to
make changes to meet the learning
level of the low achievers.
The supervision process enables
teachers to relate to parents in ways
which help to improve students'
achievement.
The supervision process enables
teachers to utilize the experiences
of parents of low achieving students
to contribute to their children's
achievement.
The supervision process enables parents
of low achieving students to contribute
to their children's achievement.
The principal/supervisor facilitates
teachers to set up activities for
students to increase time-on-task.
The principal/supervi sor has
developed an effective program for
increasing students' time-on-task.
The principal/supervisor uses the
opinions of the staff in the develop¬
































^.0. The principal/supervisor accepts
opinions of the person being evaluated
in the development of rationale for
evaluation of the particular individual.
Z1 . In conferences, the instructional
supervisor asks me to improve the
test scores of low achievers.
•
dZ. The principal/instructional supervisor
asks me to examine the learning style
of low achievers and to choose more
creative strategies for teaching this
group than for high achievers.
Z3. In conferences, the instructional
supervisor asks me to show if
the students who were low achievers at
the beginning of term/year have moved
up at the end of term/year.
24. In conferences, the principal/instruc¬
tional supervisor asks me to give
reasons why low achieving students
have not improved.
25. In conferences, the principal/instruc¬
tional supervisor asks me to set
achievement targets for low achievers
and to choose alternative curriculum
strategies for the attainment of the
set targets.
26. The principal/instructional supervisor
discusses with me how the students'
social backgrounds are related to
their achievement scores.
27. In conferences, the principal/
instructional supervisor asks me to
prioritize the-factors which inhibit/
block students' achievement in
my class.
28. The principal/supervisor asks teachers
to allow low achieving students to

















Z'J. The principal/supervisor asks teachers
to make tests simple enough to allow
low achieving students to obtain better
grades.
30. The principal/supervisor asks teachers
to praise low achieving students even
if their grades are low.
31. The pri ncipal/supervisor asks teachers
to tell students they are good and
capable even though they present
discipline problems.
■ -
3^. The pri ncipal/supervisor asks teachers
to tell parents of low achieving
students that their grades will be
improved.
33. The principal/instructional super¬
visors facilitates teachers' self¬
appraisal with respect to teaching
methods and students' achievement.
34. The principal/instructional super¬
visor asks teachers to choose their
own strategies for improving the
learning level of slow learners.
3b. In the post-teaching conferences, the
pri nci pal/instructional supervisor
asks teachers to analyze their
teaching and learning problems and
to develop strategies to resolve
them.
3b. In post-teaching conferences, the
pri nci pal/instructional supervisor
makes judgements on whether the
teacher is ineffective.
37. In post-teaching conferences, the
pri ncipal/instructional supervisor
emphasizes the weaknesses as he/she

















3ti. When observing classroom teaching,
the principal/instructional supervisor
makes teachers feel that they are
being evaluated.
39. When observing classroom teaching, the
principal/instructional supervisor gives
the impression that he/she would prefer
the teaching to be done his/her way.
40. In observing teachers, the principal/
instructional supervisor is more con¬
cerned with behaviors which control
students than with creative approaches.
-
41. The principal/instructional supervisor
prefers teachers to explain lessons and
do question and answer sessions during
classroom observations.
42. The principal/instructional supervisor
does not give in when you disagree with
him/her.
43. The principal/instructional supervisor
asks for opinions but prefers his/her
own view.
-
44. The principal/instructional supervisor
puts teachers' suggestions into
operation.
45. The principal/instructional supervisor
accepts new approaches from teachers.
46. The principal/instructional supervisor
lectures teachers on the importance of
rules and standards.
47. The principal/supervisor believes that
all teachers are equally and highly
capable.
48. The principal/supervisor believes
teachers are highly capable even when
their students present discipline
problems.
98
49. The principal/instructional supervisor
asks teachers to conduct role playing,
discovery learning, drawing, picture
studies, model building, etc. for
students who present discipline
problems.
bU.
. The principal/instructional supervisor
prefers teachers to conduct creative
activities such as role playing,
discovery learning, drawing, picture
studies, model building, etc. during
classroom observations.
bl. The principal/instructional supervisor
prefers teachers to do creative






















54. Teaching Position K, 1
55. Age 21-30
56. Number of years in this
school (include this year) 0-3
57. Number of years in all
schools (include this year) 0-3
nformation. Please circle the
Female
White Other
2, 3, 4, 5, 6, 7, 8, 9, Sp. Ed.
31-40 41-50 51+
4-7 8-11 11-14 14+




























IOWA TESTS OF BASIC SKILLS/
TESTS OF ACHIEVEMENT AND PROFICIENCY
APRIL 1986. APRIL 1987
CONTROL GROUP
HEADING















N NCE N NCE
01 10 29 28 36
34 46 73 48
02 7 17 23 56
41 38 41 52
03 10 21. 7 16
47 36 44 37
04 3 8, 6 16
40 32 39 39
05 16 40 10 31
40 41 32 42
06 11 34 6 15
32 38 40 37
07 19 63 10 33
30 48 30 47
TOTAL 76 29 90 30
264 39 299 43
GRADE
PERCENT AT OR ABOVE NATIONAL
MATHEMATICS














N NCE N NCE
01 23 68 51 70
34 55 73 59
02 29 71 30 75
41 56 40 58
03 13 28 23 52
47 38 44 47
04 9 23 20 SO
40 36 40 50
05 15 38 11 34
40 46 32 41
06 9 28 14 35
32 39 40 44
07 6 21 23 77
29 41 30 57
TOTAL 104 40 172 58
263 44 299 52
GRADE
PERCENT AT OR ABOVE NATIONAL
COMPOSITE














N NCE N NCE
01 21 62 45 62
34 S3 73 54
02 17 41 30 75
41 46 40 60
03 11 23 7 16
47 36 44 37
04 6 15 14 36
39 33 39 4?
05 14 35 5 16
40 39 32 39
06 9 28 7 18
32 35 40 34
07 22 76 21 70
29 S3 30 54
TOTAL 100 38 129 43





iO»* TESTS Of BASIC SaIl^S/
TESTS OF ACHIEVEMENT AMO PROFICIENCT
APRIL 19B6. APRIL 1987
EXPERIMENTAL GR^'iL'P
READING
PERCENT AT OR ABOVE NATIONAL NORM MEAN NORMAL CURVE EQUIVALENT
1986 1987 1988 1989 1986 1987 1988 1989
GRADE N % N % N % N % N NCE N NCE N NCE N NCE
01 21 28 33 40 75 40 82 49
02 33 81 38 51 54 55 75 51
03 8 30 7 15 41 38 48 40
04 7 18 IS 30 39 38 50 44
05 3 8 11 26 36 34 42 40
06 6 27 3 8 22 41 40 34
07 5 15 9 45 34 33 20 48
TOTAL 83 28 116 32
MATHEMATICS
301 41 357 45
PERCENT AT OR ABOVE NATIONAL NORM MEAN NORMAL CURVE EQUIVALENT
1986 1987 1988 1989 1986 1987 1988 1989
GRADE N % N * N % N N NCE N NCE N NCE N NCE
01 34 32 S4 66 75 41 82 SB
03 40 74 66 89 54 63 74 70
03 14 34 14 29 41 42 48 43
04 16 42 39 58 38 46 50 53
05 16 44 23 55 36 44 42 48
06 8 36 14 35 32 43 40 43
07 10 39 10 50 34 34 20 49
TOTAL 138 43 210 59
COMPOSITE
300 45 356 54
PERCENT AT OR ABOVE NATIONAL NORM MEAN NORMAL CURVE EQUIVALENT
1986 1987 1988 1989 1986 1987 1988 1989
GRADE N Ti N % N % N % N NCE N NCE N NCE N NCE
01 21 38 37 45 75 41 82 51
03 33 61 56 78 54 60 74 59
03 6 15 9 19 41 36 48 40
04 7 18 27 54 38 39 SO 50
OS 8 32 11 26 36 40 43 42
06 8 36 7 18 23 41 40 35
07 6 18 10 50 34 31 20 50





Summary o-f Items Proven to be Significant According to
Teachers' Perceptions of the Leadership Style
of the Supervision
I terns T 2-Tail
Val ue Probabi1ity
1. The supervision process enables teachers -2.76 0.011
to improve the discipline/conduct of low
achieving students.
2. The supervision process provides workable -2.91 0.008
strategies for improving students'
conduct/di scipiine.
4. The supervision process enables teachers -2.23 0.027
to improve student achievement.7.The supervision process provides -3.20 0.003
information essential for teacher
self-development and growth.8.The supervision process provides -2.24 0.033
essential information for improving the
quality of teaching.9.The principal/supervisor demonstrates -3.91 0.001
strategies to assist teachers in
motivating low achieving students to
excel .
12. The principal/supervisor uses follow- -2.38 0.025
up conferences with teachers to see if
the teachers' suggested curriculum
strategies have improved performance
of low achieving students.
103
TABLE A (Continued)
Summary O'f Items Proven to be Significant According to
Teachers' Perceptions of the Leadership Style
of the Supervision
I terns T 2-Tail
(Jal ue Probabi1ity
13. The principal/supervisor encourages -4.52 0.000
constant evaluation of the objectives,
curriculum and teaching methods to make




Summary o-f Items Proven to be Significant According to
Teachers' Perceptions of the Organizational
Structure Provided by the Supervisor
I terns T 2-Tail
Value Probability
17. The principal/supervisor facilitates
teachers to set up activities for
students to increase time-on-task.
-2.91 0.007
34. The principal/instructional supervisor
asks teachers to choose their own
strategies for improving the learning
level of slow learners.
-2.97 0.004
40. In observing teachers, the principal/
instructional supervisor is more
concerned with behaviors which control
students than with creative approaches.
2.45 0.014
44. The principal/instructional supervisor





Summary oF Item<s) Proven to be Signi-ficant According to
Teachers' Perceptions o-f Emphasis the Supervisor





14. The supervision process enables
teachers to relate to parents in





Summary o-f Item<s) Proven to be Signi-ficant According to
Teachers' Perceptions o-f Emphasis the Supervisor
Places on Teacher/Student Interaction
I terns T 2-Tail
L’al ue Probabi1ity
10. The supervision process enables
teachers to utilize the interests
and experiences o-f low achieving
students in curriculum planning.
-2.74 0.011
11. The supervision process enables
the interests and experiences of the
low achieving students to influence
the teachers' instructional method.
-2.28 0.032
f ••'
i.
